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ABSTRACT
THE IMPACT OF LANGUAGE INTERACTIONS WITH GUEST SPEAKERS ON
SECONDARY STUDENTS’ READING SKILLS AND READING MATURITY
Kristen M.F. Morgan

As students age, their rates of aliteracy, a type of reading resistance where an
individual can read but chooses not to, increase. Secondary schools are tasked with
supporting aliterate students’ development into mature readers who not only possess
adequate reading skills but also the reading interests and attitudes that enable them to
thoughtfully participate in citizenship. Through a nonequivalent control group design,
this study investigated the impact of language interactions with guest speakers on high
school seniors’ reading skills and reading maturity. The reading skills and reading
maturity of a treatment group and a control group were measured using the
Massachusetts Comprehensive Assessment System (MCAS) and The Reading Maturity
Survey (Thomas, 2001). These assessments were administered prior to and after the
treatment. The treatment group had six language interactions with adult members of the
school community; the control group did not. Each of these community guest speakers
presented a book talk about a favorite title. The guest speakers then engaged in
conversation with students. The study found that language interactions with guest
speakers did not have a statistically significant impact on participants’ reading skills, but
they did have a statistically positive impact on participants’ reading maturity. Reading
maturity development is an integral part of being a well-read, informed citizen.

Secondary schools should focus on strategies to build senior students’ reading maturity to
better prepare students for responsible civic engagement.
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CHAPTER 1: INTRODUCTION
For over two decades, the National Assessment of Educational Progress (NAEP)
Report Card on Reading has shown a mostly steady decline in the average reading scores
of twelfth-grade students (National Center for Education Statistics, 2019). Since the first
NAEP assessment in 1992, the mean national reading score of twelfth-grade students has
declined by seven points (NCES, 2019). Senior year of high school is a pivotal time in
students’ lives as they begin to take on the responsibilities of adult citizenship while also
considering their post-high school plans. Secondary schools must develop a rich and
engaging literacy culture, so students leave high school as fully capable, mature readers
who are active and informed civic participants.
Traditionally, when faced with declining reading scores, school districts have
invested in an array of remediations (e.g., purchasing reading programs, hiring
consultants, offering professional development for teachers, purchasing high-interest
titles) in an attempt to increase students’ reading interests and abilities, and in turn,
reading test scores. Many of these reading remediations fail to engage all learners as they
focus on rigid skill and drill methods of instruction or highly scripted activities; they
often focus exclusively on text-based skills or teach to a standardized state exam (Kohn,
1999). A meta-analysis of over 200 reading programs found that skill and drill programs
or those where students learn in isolation are least effective at helping secondary students
strengthen their reading skills; programs that include cooperative learning and
socialization have the greatest impact (Slavin et al., 2008).
Students’ reading abilities are often tied to community norms that encourage
literacy development through access to and socialization with an array of supportive
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adults at school and at home (Strommen & Mates, 2004). Some studies have shown a
positive correlation between classroom practices rooted in social engagement and
students’ reading skills and reading maturity (Guthrie & Davis, 2003; Guthrie et al.,
2013; Prusaczyk, 2018; Squires 2014). Several publications focus on instructional
practices based on social development like peer engagement (Prusaczyk, 2018), book
clubs (Miller, 2014), and teacher-student relationships (Guthrie et al., 2013). However, to
date, none look at the potential role that language interactions with school community
guest speakers could have on secondary students’ reading skills and reading maturity.
Purpose of the Study
The Common Core State Standards (CCSS), adopted by Massachusetts in 2010,
ask K-12 students to read an array of complex fiction and non-fiction texts across subject
areas (National Governors Association, 2010). While basic reading skills and exposure to
a multitude of genres are extremely important, they are not the only markers of a fully
developed, mature reader (Thomas et al., 2018). Mature readers are those who not only
possess adequate reading skills but also the reading interests and attitudes that enable
them to thoughtfully participate in college, career, and citizenship (Thomas, 2018).
Unfortunately, many high school students are immature readers. As literate
children age, their rate of daily pleasure reading declines (Hirsch, 2003; National
Endowment for the Arts, 2007; Tyre and Springen, 2007). This disinterest in reading,
often referred to as aliteracy (International Literacy Association, 2020; Mikulecky, 1978),
can be a marker of an immature reader. Mature readers possess the reading skills, habits,
and dispositions that extend beyond rudimentary reading proficiency. They often possess
an innate curiosity that leads to engaged thinking and experimentation with different
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types of texts (Thomas, 2013, 2018). Reading maturity is particularly significant as
students near high school graduation because it bolsters individuals’ abilities to seek and
consume information when making democratic decisions (Mikulecky, 1978; Thomas,
2013).
Unfortunately, many American secondary schools are not preparing students for
responsible, informed citizenship. Instead, secondary schools tend to invest in literacy
programs that focus almost exclusively on basic reading skills; these curricula do not
address reading maturity and do little to inspire students to develop a desire to engage in
reading outside of the classroom. Many of these literacy programs exacerbate students’
disinterest in reading and move them further away from the goal of being mature readers
who independently engage in reading for pleasure. Kelly Gallagher, a high school
English teacher and author of the book Readicide, coined the titular term and defined it as
“the systematic killing of the love of reading, often exacerbated by the inane, mindnumbing practices found in schools” (2009, p. 2). Gallagher’s book explores the
pervasive, deep-seated distaste for reading exhibited by many high school students.
Secondary schools must work to avoid committing “readicide” by developing engaging
school reading cultures that encourage reading maturity through pleasure reading and
positive social interactions with literate adults.
Despite the CCSS’s focus on preparing high school graduates for the literacy
skills for college and career readiness, they do not address the pervasive phenomenon of
aliteracy or the concept of reading maturity. This study explored aliteracy and reading
maturity while investigating the impact of a particular literacy activity rooted in
Vygotsky’s (1978) social development theory: language interactions with guest speakers.
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A Nonequivalent Control Group Design was used to measure the impact of the inclusion
of school community guest speakers on high school students’ reading skills and reading
maturity.
It was my belief that this type of research would enhance the reading culture in
my honors-level senior classes by fostering students’ understanding of the value of
literacy. This reading culture development could support students as they transition into
adult citizens who are not just able to read, but also those who are mature readers who are
adept at the “critical thinking, problem-solving, and analytical skills that are required for
success in college, career, and life” (National Governors Association, 2010, p. 1).
Theoretical Framework
This study was viewed through the lens of Lev Vygotsky’s Social Development
Theory (SDT), which is sometimes used interchangeably with social-cultural theory and
cognitive development theory (McLeod, 2018; Moore, 2011; Vygotsky, 1962, 1978). The
SDT contends that intellectual development is significantly impacted by the social
interactions that a child has with a More Knowledgeable Other (MKO) (McLeod, 2018;
Syomwene, 2016; Vygotsky, 1962, 1978). The theory posits that adults transmit
knowledge to children through language interactions (McLeod, 2018; Syomwene, 2016;
Vygotsky, 1978). This study focused on the impact that language interactions with adult
guest speakers had on students’ reading skills and reading maturity. Students in the
treatment group had six interactions with guest speakers from the school community who
fulfilled the roles of the MKOs.
Before and after these interactions, data was collected using the Massachusetts
Comprehensive Assessment System (MCAS) test and the Reading Maturity Survey
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(Thomas, 2001). The Reading Maturity Survey can be found in Appendix B. These two
instruments measured the impact of interactions with community member MKOs on
secondary students’ reading skills and reading maturity. A control group was used for
comparison purposes to determine if the inclusion of guest speakers had a statistically
significant impact on senior students enrolled in an honors level English course.
Importance of the Study
In the field of literacy, research on students’ lack of interest and engagement in
reading abounds. Among the vast causes of reading disinterest and disengagement are:
1. teachers devaluing students (Guthrie et al., 2013; Murray et al., 2004)
2. negative self-image (Murray et al., 2004)
3. low self-efficacy (confidence) in reading abilities (Guthrie & Davis, 2003)
4. low institutional academic expectations (Murray et al., 2004)
5. feelings of social marginalization (Guthrie & Davis, 2003)
6. reading disabilities (Demos & Foshay, 2010)
7. limited English language proficiency (Demos & Foshay, 2010)
8. technology distractions (Adams, 2019)
9. readicide (Gallagher, 2009)
10. aliteracy (Beers, 1998; Botzakis & Hall, 2011; Gallagher, 2009; Ilogho &
Michael-Onuoha, 2020; International Literacy Association, 2020; Kittle, 2013;
Merga & Moon, 2016; Mikulecky, 1978).
The last listed cause, aliteracy, plagues many academic institutions (Botzakis &
Hall, 2011; Ilogho & Michael-Onuoha, 2020; International Literacy Association, 2020;
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Merga & Moon, 2016; Mikulecky, 1978); it is especially pronounced in secondary
schools (Beers, 1998; Gallagher, 2009; Kittle, 2013; Merga & Moon, 2016).
If high school students can read, why does it matter if they are aliterate and
choose not to? Aliterate individuals often cannot meet the demands of lifelong learning,
which impacts their abilities to be fully contributing and informed members of a
democratic society (Mikulecky, 1978). Literacy is a foundation for responsible
citizenship and fruitful democracy. Literacy and democracy are so intertwined that the
Massachusetts Boards of Elementary and Secondary and Higher Education amended their
definitions of college and career readiness to include that students who are prepared for
post-high school life can “engage as active and responsible citizens in our democracy”
(2019). Aliterate children often become aliterate adults who model reading resistance for
their own children tasking schools with the responsibility of instilling a lifelong love of
reading in students (Mikulecky, 1978). Since aliteracy is very common in secondary
schools, the final step in a child’s education before crossing the threshold into adulthood,
it is imperative for schools to combat aliteracy and develop a love of reading in students.
But how can secondary schools promote reading maturity without committing readicide?
One way for secondary students to become more invested in reading and increase
their reading skills is for high schools to promote a robust reading culture that includes
intentional community building and modeling through social interactions (Merga &
Moon, 2016; Miller, 2014). The inclusion of community members in a school’s reading
culture provides students with real-life literacy applications that extend beyond the school
setting. Secondary students need to see that reading is a social act (Bloome, 1985; Miller,
2014); they need to grasp the importance of literacy in action amongst adults (Gallagher,
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2009; Miller, 2014). A supportive environment that encourages reading engagement
through access to literate community role models exposes secondary students to the posthigh school advantages of reading, including responsible citizenship (Gallagher, 2009;
Mikulecky, 1978; Miller, 2014).
The findings of this study fill a gap in the existing research in the field of
literacy. This study examined the impact of language interactions with guest speakers on
older secondary students’ reading skills and reading maturity, a topic that has not been
sufficiently addressed in the extant literature. The results of the study have had an impact
on literacy instructional methods in my classroom by promoting more holistic literacy
instructional practices that do not merely rely on traditional skill and drill remediations
(Kohn, 1999) but help to foster community building and reading maturity. Reading
maturity is paramount in supporting high school seniors as they develop into
conscientious, well-informed adults who engage responsibly in democratic proceedings.
Research Questions
Through the use of a Nonequivalent Control Group Design, this study sought to
answer two research questions:
1. Will language interactions with guest speakers have a statistically
significant impact on students’ reading skills?
2. Will language interactions with guest speakers have a statistically
significant impact on students’ reading maturity?
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Definition of Terms
Several terms must be defined for a greater understanding of the study. These
terms may be used in other contexts, but for this study, I have chosen to use these
definitions:
Aliteracy. The state of being able to read but choosing not to do so (International
Literacy Association, 2020).
School community member. Any adult working at the school at the time of the
study.
Guest speaker. One of six school community members who shared a book talk
and casual conversation with the treatment group.
Reading interest. An individual’s interest in doing reading itself; the amount of
unassigned reading (i.e., independent pleasure reading) done (Ross, 2009).
Reading maturity. An individual’s attainment of the reading skills, interests, and
attitudes which enable them to thoughtfully participate in college, career, and citizenship
(Thomas, 2018).
Reading skills. Students’ abilities to identify key ideas and details, consider craft
and structure, integrate knowledge and ideas, and acquire and use vocabulary
(Massachusetts Department of Elementary and Secondary Education, 2020).
School reading culture. A school environment where the importance and joy of
reading are consciously communicated to students, families, faculty, and staff.
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CHAPTER 2: REVIEW OF THE RELATED LITERATURE
This chapter reviews the extant literature related to the study. It first focuses on
the study’s theoretical framework, Lev Vygotsky’s Social Development Theory, and
studies directly linked to SDT. The chapter then moves into literature that addresses
reading maturity, reading interest, the societal impacts of aliteracy, and guest speakers in
non-literacy fields.
Social Development Theory
The Social Development Theory posits that knowledge is internalized when a
More Knowledgeable Other (MKO) presents information within a learner’s Zone of
Proximal Development (ZPD). The ZPD is an area where people are able to learn new
information without feeling bored or overwhelmed (Lenski & Nierstheimer, 2002).
Vygotsky’s theory contends that higher cognitive functions in the ZPD originate as
relationships between people before being individually internalized (Vygotsky, 1978).
Reading is a complex cognitive process, and its development is often reinforced by social
interactions that learners have within specific cultural contexts, such as having language
interactions with guest speakers in the reading culture of a secondary school (Lenski &
Nierstheimer, 2002).
The Social Development Theory focuses on language as humankind’s most
valuable tool, setting us apart from other animals. According to the theory, language is
the primary means by which children learn to view the world. Furthermore, cultural
elders transmit information to children through language interactions which influence
how children think and what they think about (McLeod, 2020; Smagorinsky, 2013).
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Vygotsky further studied these language interactions to understand how they lead
to the formation of concepts in the mind (Kozulin, 1985). He categorized concept
formation into two broad categories: scientific concepts and spontaneous concepts.
Scientific concepts are those that originate in highly structured classroom instruction,
whereas spontaneous concept formation emerges from a child’s reflections on the daily
life experiences that they have had (Kozulin, 1985). The study investigated the ability of
spontaneous concept formation to influence students’ reading skills and reading maturity.
This study used a heuristic method allowing students to learn about the advantages of
reading through their observations of and conversations with guest speakers. Based on
the Social Development Theory, language interactions with community guest speakers
(the More Knowledgeable Other in this study) within the school’s cultural environment
positively influenced students’ perception of the act of reading, resulting in greater
reading maturity.
Studies have found that as children age and social pressures and responsibilities
build, their perception of pleasure reading often changes. Many children begin regarding
pleasure reading as “boring,” “difficult,” “uncool,” “weird,” or “nerdy” (Ilogho &
Michael-Onuoha, 2015; Merga, 2017; Merga & Moon, 2016). Within the Social
Development Theory, perception is an important part of human behavior, which bolsters
this study’s assumption that students’ perception of reading shifts when adult role models
candidly discuss their reading lives.
Social Development Theory in Use
Many studies have been built on the theoretical foundation of Vygotsky’s Social
Development Theory. This section will highlight two of those studies, both of which rely

10

on case studies of older students for qualitative data collection. These studies underscore
the array of individuals who can assume the role of the More Knowledgeable Other. They
also showcase the ability of MKOs to impact students’ learning and development.
Ian Thompson’s (2013) case study, grounded in SDT, confirmed the notion that
students imitate, internalize, and appropriate behaviors that are modeled for them by
MKOs. Using a qualitative model that relied on a case study of a single 13-year-old
student, Thompson (2013) found that the student’s abilities to complete independent
work, redraft writing, and successfully complete tasks became internalized and automatic
after the student participated in a co-constructed dual narrative writing activity with the
participant-researcher who fulfilled the role of the More Knowledgeable Other.
Another case study conducted at the National Open University of Nigeria
(NOUN) explored the impact of remote interactions with More Knowledgeable Others.
The study investigated the role of More Knowledgeable Others in supporting 11 online
learners in remote learning (Gani et al., 2017). Study participants supplied a total of 111
narratives from which the investigators coded and interpreted the data. Students were
asked to describe the individuals at the Kaduna study center who assisted them with their
online learning experience. The information resources, labeled as MKOs, were grouped
into four distinct categories: information and communication technology (ICT) staff,
level coordinators, classmates/colleagues, librarians. The researchers grounded their
study in Vygotsky’s social learning theory and found that while students leaned heavily
on ICT staff, level coordinators, and classmates for online learning assistance, few knew
of the online academic support services provided by the school’s librarians. The study
concluded that the NOUN library must work to more effectively market their professional
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services to students so that trained librarians can also fulfill the role of the More
Knowledgeable Other. Utilizing adults in the community who do not directly instruct
students in the classroom can expose students to the array of adult community members
who can fulfill the role of the More Knowledgeable Other and, in turn, can support
students in their concept development.
Thompson’s (2013) and Gani et al.’s (2017) studies emphasize the importance of
students having access to a variety of MKOs to more fully support them in the learning
process. The More Knowledgeable Other can take on a variety of roles from teacherresearcher to classmate and everything in between. My study provided students with
access to six adults in the school community, many of whom are not viewed as “readers”
in the traditional sense of the word. Interactions with these unorthodox, well-read adult
community members helped to guide students on their paths to being more mature
readers.
Reading Maturity
Reading maturity, as defined in Chapter 1, is an individual’s attainment of the
reading skills, interests, and attitudes that enable them to thoughtfully participate in
college, career, and civil discourse (Thomas, 2018). As a result of numerous mitigating
factors, secondary schools often fall short when supporting students in their development
of reading maturity. This negligence poses a potential risk to social and cultural
development (Mikulecky, 1978; Thomas, 2013). According to Dr. Matt Thomas, the
Literacy Program Coordinator in the College of Education at the University of Central
Missouri, “an aliterate culture might not govern themselves as well as they could, nor as
well as they need to in order to flourish” (2013, p. 148). These sentiments echo those of
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Dr. Larry Mikulecky (1978), who, over 30 years earlier, warned of the increase in reading
sophistication needed to function effectively in a rapidly changing society.
This concept of reading maturity has been studied for over six decades, beginning
with the 1950s work of William Scott Gray and Bernice Rogers (Thomas, 2013; Thomas
et al., 2018). Gray and Rogers’ Maturity in Reading: Its Nature and Appraisal identified
specific facets of reading maturity (Thomas et al., 2018). Gray and Rogers examined
several subcategories of reading maturity that Matt Thomas later refined into The
Reading Maturity Survey (Thomas, 2001). These refined categories, which comprise the
current version of The Reading Maturity Survey, are:
1. Interest in reading
2. Purposes for reading
3. The recognition and reconstruction of meaning
4. Reaction to and use of ideas to apprehend (Higher-order literacy)
5. Kinds of materials read
6. Personal adjustment to reading / Transformational reading (Thomas,
2001, 2011, 2013; Thomas et al., 2018).
Although the concept of reading maturity has been studied for over six decades,
there is little quantitative data addressing its manifestation in secondary schools. Reading
maturity is not readily researched in a systematic way, perhaps because of decades of
reading curricula that have been hyper-focused on basic reading proficiency (Mikulecky,
1978; Thomas, 2013).
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Reading Interest
Part of Thomas’ (2001) Reading Maturity Survey measures reading interest.
Using the Reading Maturity Survey and the English II End of Course Exam (EOC) of the
Missouri Assessment Program (MAP), Scot Squires’ (2014) doctoral dissertation
examined, among other things, the effects of reading interest on high school students’
reading comprehension. Squires’ (2014) definition of reading interest is the excitement,
stimulation, and attitudes towards the reading process and reading materials. For this
study proposal, I have chosen, as stated in Chapter 1, to adopt the following definition:
An individual’s interest in doing reading itself; the amount of unassigned reading (i.e.,
independent pleasure reading) actually done (Ross, 2009). Squires’ (2014) quantitative
correlation design explored the relationship between reading interest and reading
comprehension. Squires used Thomas’ (2001) Reading Maturity Survey and the English
II End of Course Exam (EOC) of the Missouri Assessment Program (MAP) to measure
the relationship between students’ reading interest and reading comprehension,
respectively. Using Pearson’s correlation coefficient, the researcher determined that there
was a statistically significant positive relationship between reading interests and reading
comprehension. In short, as students’ interest in reading increased, so did their reading
comprehension. Similar to Squires’ study, my study utilized Thomas’ Reading Maturity
Survey and a state end-of-year standardized test to measure students’ reading skills and
reading maturity.
Declining Interest in Reading
Books have never been more easily accessible than they are in the 21st century.
Despite the ease of access to books, research shows that the number of adults who engage
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in reading is in a steady decline (Perrin, 2019; Pew Research Center, 2019). The Pew
Research Center (2019) conducted telephone interviews with 1,502 adults (302 on
landlines, 1,200 on cell phones) using random digit dialing. The interviewer from the
Pew Research Center study asked participants, “During the past 12 months, about how
many BOOKS did you read either all or part of the way through? Please include any
print, electronic, or audiobooks you may have read or listened to” (2019). The interview
data analysis reported that 27% of adults had not read a single book in the past year, up
from 16% in 2013 (Pew Research Center, 2019).
It appears that this disinterest in reading begins in the teenage years and early
adulthood. In 2006 Americans aged 15 to 24 read less than seven minutes a day (National
Endowment for the Arts, 2007). The meta-analysis, To Read or Not to Read: A Question
of National Consequence, shows a decline in reading ability and regular reading habits as
children approach their teenage years (National Endowment for the Arts, 2007). This
decline in reading skills and interest has been attributed to advances in technology
(National Endowment for the Arts, 2007), the emphasis on high stakes testing (Cooper
Decker, 1986), and poverty (Hart & Risley, 2003).
Societal Impact of Declining Interest in Reading
The dire societal consequences of the decline of reading skills and reading interest
have long been studied. At the International Reading Convention in Houston, Texas, in
1978, Dr. Larry Mikulecky presented a paper titled “Aliteracy and a Changing View of
Reading Goals.” The presentation warned of the dangers of the concurrency of the
increasing reading demands required to function in society and declining reading skills
and interest. Mikulecky highlighted the risk of remediation programs that have minimal
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standards or teach survival literacy standards, as neither addresses the issue of aliteracy
nor builds lifelong reading habits. Mikulecky suggested that schools use a balanced
solution that addresses the underlying causes of reading reluctance and considers future
reading needs when addressing both aliteracy and functional illiteracy.
Ilogho & Michael-Onuoha (2015) examined the intervention strategies for
curbing aliteracy in Nigerian schools. The study found that many interventions are
available for combatting aliteracy, including encouraging reading through the use of
technology, in-school readers’ clubs, student voice and choice in book selections, student
book reviews, and field trips to public libraries (Ilogho & Michael-Onuoha, 2015).
Ilogho & Michael-Onuoha found that students who do not develop a regular
reading habit are more likely to become functionally illiterate adults (Gallagher, 2009;
Ilogho & Michael-Onuoha, 2015; Mikulecky, 1978). Functionally illiterate individuals
are present in every age group, social class, and profession (Ilogho & Michael-Onuoha,
2015). Disinterest in reading and functional illiteracy have negative long-term
consequences for society, including poor leadership output and lack of innovation (Ilogho
& Michael-Onuoha, 2015). Reading less correlates with lower reading abilities, lower
levels of academic achievement, lower high school graduation rates, lower wages, lack of
employment, higher rates of incarceration, greater dependence on social services, and less
involvement in philanthropic and civic duties (Demos & Foshay, 2010; Ilogho &
Michael-Onuoha, 2015; National Endowment for the Arts, 2007). Aliterate individuals
often lack the interest and motivation to engage in regular pleasure reading resulting in
limitations to the types of information that they consume (Ilogho & Michael-Onuoha,
2015).
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A distaste for reading often results in cultural illiteracy. Culturally illiterate adults
are unable to knowledgeably participate in the fundamental principles of democracy and
citizenship (Gallagher, 2009; Ilogho & Michael-Onuoha, 2015; Kittle, 2013; Mikulecky,
1978). Furthermore, like poverty, aliteracy is cyclical. Oftentimes teens who are aliterate
have parents who suffer from the same reading resistance; appropriate reading habits are
not modeled in the home for teenagers to observe and emulate (Beers, 1998; Hart &
Risley, 2003; Mikulecky, 1978; National Endowment for the Arts. 2007; Vygotsky,
1978). The responsibility of encouraging reading as a pleasurable activity oftentimes falls
exclusively on schools.
Influence of Schools on Students’ Reading Interest
Institutions and institutional expectations influence students’ perceptions of
reading and aliteracy (Botzakis & Hall 2011). The literacy culture of a school develops
most effectively when all stakeholders — students, teachers, administrators, and
community members — work together cooperatively to model the reading habits of
literate adults (Gallagher, 2009; Kittle, 2014). Multiple strategies must work in
conjunction to support students’ reading interests.
Demos and Foshay (2010) present several solutions to increase reading interest in
schools. Schools can influence students’ reading interest by:
•

modeling enthusiasm for subjects and students

•

appealing to students’ individualism

•

engaging in skills instruction

•

using non-traditional text formats (eReaders, audiobooks, graphic novels)

•

encouraging student voice and choice
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•

offering challenging and authentic tasks

•

selecting diverse materials with universal themes

The community guest speakers in my study focused on the first two listed strategies for
increasing students’ reading interest. Community guest speakers engaged students in the
authentic task of conversing about books which allowed them to model enthusiasm for
reading while also connecting to individual students’ interests and experiences.
Finally, the importance of the development of adult-student relationships cannot
be overstated. Guthrie et al. (2013) found that when teachers emphasize building positive
relationships with students, students’ interest in school and reading increases.
Relationship building is imperative to building reading interest and reading skills in
secondary students. The current study helped students build relationships with adults in
the community to support students’ reading maturity development. Although there is a
gap in the literature about relationship building through the use of guest speakers in the
secondary classroom, this concept has been studied in other fields.
Impact of Guest Speakers in Non-Literacy Fields
In the field of literacy, there is a dearth of information on the correlation between
guest speakers and students’ reading skills and reading maturity. However, several
somewhat dated studies have been conducted in other academic fields, which inspired
and influenced the direction of this study.
In their study on the inclusion of guest speakers in asynchronous online
discussions, Hemphill & Hemphill (2007) sought to answer: how does the quantity and
quality of the guests’ postings affect the students’ contribution to the discussions and
their level of critical thinking? The study participants were two faculty guest speakers
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and 16 graduate students enrolled in an instructional technology course. Garrison et al.’s
cognitive processing categories were used to analyze for levels of critical thinking. The
study found that higher-order thinking occurred, and student participation remained
steadily high throughout the online threaded discussions that included guest speakers
(Hemphill & Hemphill, 2007). Analysis of the data showed that students’ critical thinking
skills and interest levels were enhanced by the presence of guest speakers (Hemphill &
Hemphill, 2007). Guest speakers can increase student involvement by adding interest,
bringing in new perspectives, experiences, and communication styles, and sharing
expertise (Hemphill & Hemphill, 2007).
Mooney (1998) used an experimental design to study the impact of faculty guest
speakers on the likelihood that introductory sociology students would register for
additional sociology courses, major/minor in sociology, and/or find value and
applicability of the subject matter in their lives (the dependent variables that could be
coded as “interest” in sociology). Mooney enlisted nine full-time faculty members who,
at the time, were engaged in a research project that directly related to a course textbook
chapter. Guest speakers were asked to share their professional accolades, personal
interests, and research interests with students. Each guest speaker participated in one 75
minute class session, half of the course time spent on each curriculum topic, for a total of
nine out of 26 class periods. Seventy-nine students enrolled in Introduction to Sociology
completed questionnaires that asked them to respond to statements using a five-point
Likert scale. The study also compared two semesters of students — the fall semester,
where students learned from guest speakers (treatment), and the spring semester, where
they did not (control). The study found that the use of guest speakers did not have a
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statistically significant impact on the dependent variables listed above. However, the
direction of means suggested that students who listened to guest speakers were more
likely to take additional sociology courses, consider majoring/minoring in sociology, and
recognize the applicability of sociology in their lives. In essence, the direction of the
means showed an increase in students’ interest in sociology from the inclusion of
classroom guest speakers (Mooney, 1998).
A 2002 exploratory study of the role of accountant guest speakers in college
classrooms cited the value of guest speakers currently employed in the field of
accounting (Metrejean et al., 2002). These guest speakers shared their professional
experiences with undergraduate students. The study cited Lowman (1995) and Davis
(1993), who posited that alternate class formats (such as the inclusion of guest speakers)
enrich students’ educational experiences. The study included a summary of five years of
students’ experiences with guest speaker events. Students were given surveys
immediately after attending a guest speaker event and again a year or more later to
account for responses that may have been initially influenced by final grade concerns.
The study also included a table with details on the measures that should be taken before,
during, and after a guest speaker event. Several of these suggestions were also
implemented in my study. Please see Chapter 3: Methodology for further details on the
best practices of guest speaker events from Metrejean et al.’s study that were used in this
study.
The data collected from the follow-up surveys found that students felt that they
benefitted from the guest speaker event with an average response of 4.06 out of a possible
5. Additionally, students overwhelmingly indicated that guest speakers would benefit
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students in other accounting (86%) and business classes (93%) (Metrejean et al., 2002).
As a final note, the study failed to collect data on the effect of guest speakers on students’
skills and attitudes, which presents a limitation to the study and a gap in the existing
literature (Metrejean et al., 2002), which my study intended to fill.
Conclusion
Guest speakers have proven to be an effective instructional instrument in several
different fields, but extant research is outdated and limited. To date, no empirical studies
on the impact of guest speakers on secondary students’ reading skills and reading
maturity have been conducted. If educators are to use every trick in the book to spark
reading interest in disengaged students (Prusaczyk, 2018), then the “trick” of inviting
school community guest speakers into a high school English classroom must be explored.
Social interaction is fundamental to cognitive development (Moore, 2011; Vygotsky,
1978), and guest speakers add a social component to a class where students can directly
interact with a More Knowledgeable Other (MKO) from the school community
(Vygotsky, 1978).
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CHAPTER 3: METHODOLOGY
This chapter describes the methods and procedures of the study. It is broken up
into the following sections: research questions and hypotheses, operationalization of
variables, research design and data collection, instruments, statistical tests, data analysis,
population and sample, and procedures.
Research Questions and Hypotheses
Two research questions guided this study. The research questions and hypotheses
are as follows:
RQ1. Will language interactions with guest speakers have a statistically
significant impact on students’ reading skills?
H01.

There will not be a statistically significant impact on the reading skills of
students who have language interactions with guest speakers.

H1 .

There will be a statistically significant impact on the reading skills of
students who have language interactions with guest speakers.

RQ2. Will language interactions with guest speakers have a statistically
significant impact on students’ reading maturity?
H02.

There will not be a statistically significant impact on the reading maturity
of students who have language interactions with guest speakers.

H2 .

There will be a statistically significant impact on the reading maturity of
students who have language interactions with guest speakers.

Operationalization of Variables
This section provides context for the independent and dependent variables.
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Guest speakers (independent variable) in this study are defined as one of six
school community members who shared a book talk and casual conversation with the
treatment group.
Reading skills (dependent variable) is defined as students’ abilities to (1) identify
key ideas and details, (2) consider craft and structure, (3) integrate knowledge and ideas,
and (4) acquire and use vocabulary (Massachusetts Department of Elementary and
Secondary Education, 2020). Reading skills were measured using the Massachusetts
Comprehensive Assessment System (MCAS). This instrument and its reliability and
validity are detailed later in this chapter.
Reading maturity (dependent variable) is defined as an individual’s attainment of
the reading skills, interests, and attitudes which enable them to thoughtfully participate in
college, career, and citizenship (Thomas, 2018). This dependent variable is
operationalized into six categories: (1) interest in reading, (2) purposes for reading, (3)
the recognition and reconstruction of meaning, (4) reaction to and use of ideas to
apprehend higher-order literacy, (5) kinds of materials read, and (6) personal adjustment
to reading/transformational reading. Reading maturity was measured using Matt Thomas’
(2001) Reading Maturity Survey. This instrument and its reliability and validity are
detailed later in this chapter.
Research Design and Data Collection
This quantitative study used a quasi-experimental research design, specifically, a
Nonequivalent Control Group Design (Creswell & Creswell, 2018; Jhangiani et al., 2017;
Terrell, 2016). As the teacher-researcher, I was interested in investigating language
interactions with school community guest speakers (independent variable) on high school
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seniors’ reading skills (dependent variable) and reading maturity (dependent variable). To
conveniently study this topic, I gathered data from my preexisting classes of English
honors-level high school seniors. These groups are generally similar in terms of the
students’ ages, gender identities, prior curriculum experiences, and reading abilities.
As a Nonequivalent Control Group Design, the study had two designated groups
of students — a treatment group and a control group (Creswell & Creswell, 2018;
Jhangiani et al., 2017; Terrell, 2016). Both groups received the same senior English
honors-level curriculum. The treatment group had the addition of six interactions with
guest speakers; the control group did not. The control group will also be given the
treatment in the second semester of the school year.
Data was collected through the use of the 2017 Grade 10 ELA Legacy MCAS and
The Reading Maturity Survey (Thomas, 2001). The test and the survey were administered
to both groups before the intervention and after it.
The treatment group’s data collection followed this order: pre-test, the first
administration of the survey, treatment, post-test, the second administration of the survey.
The control group’s data collection administration followed this order: pre-test, the first
administration of the survey, post-test, the second administration of the survey (Creswell
& Creswell, 2018; Terrel, 2016).
After the post-treatment MCAS and Reading Maturity Survey administrations,
data from the control group were cleaned to eliminate participants who did not take both
pre-assessments and both post-assessments. Data collected from the treatment group were
cleaned to eliminate students who did not take both pre-assessments, both postassessments, and for those who did not attend all six guest speaker sessions. All statistical
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data analyses were conducted using the Statistical Package for Social Sciences (SPSS)
software.
Instruments
Data was collected from the administration of pre-and post-tests (MCAS) and
surveys (Thomas’ Reading Maturity Survey, 2001).
Massachusetts Comprehensive Assessment System (MCAS)
To measure reading skills (students’ abilities to identify key ideas and details,
consider craft and structure, integrate knowledge and ideas, and acquire and use
vocabulary) the multiple choice questions from the 2017 Grade 10 ELA Legacy MCAS
were given to the participants as a pre-and post-test. The MCAS exam is a dependable
assessment when used to measure students’ reading abilities. The Massachusetts
Department of Elementary and Secondary Education (2018) calculated the Cronbach’s
alpha, a statistical measure of test reliability, of the 2017 Grade 10 ELA Legacy MCAS
as 0.90. The closer the Cronbach’s alpha number is to 1.0, the more reliable the test is,
making the MCAS a highly reliable data collection instrument.
Additionally, Massachusetts has been using the MCAS in English since 1993 and
made the test a graduation requirement in 2003, further supporting the test’s high level of
reliability and validity (Massachusetts Department of Elementary and Secondary
Education). In addition to the test’s reliability, the 2017 version of the MCAS test was
chosen because it was readily available on the Massachusetts Department of Elementary
and Secondary Education’s website for use with students.
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The Reading Maturity Survey
Students’ attainment of the reading skills, interests, and attitudes which enable
them to thoughtfully participate in college, career, and citizenship (Thomas, 2018) was
measured by administering Thomas’ Reading Maturity Survey two times. Students took
the survey before and after the treatment.
According to Matt Thomas, the Reading Maturity Survey’s creator, it takes
approximately twenty minutes for students to complete the sixty 5-point Likert scale
questions on the survey. This proved to be accurate in the present study. Students used
the following ratings on the Likert scale: 1 = not like me, 3= somewhat like me, 5 = a lot
like me. The sixty questions are separated into six subcategories of reading maturity,
which were used in the data analysis: (1) interest in reading, (2) purposes for reading, (3)
the recognition and reconstruction of meaning, (4) reaction to and use of ideas to
apprehend higher-order literacy, (5) kinds of materials read, and (6) personal adjustment
to reading/transformational reading. See Appendix C.
In 2018, Thomas et al. conducted a study to corroborate the validity findings from
a 2001 study of the instrument. The 2018 study found that the survey is a consistent
instrument for measuring reading maturity. The 407 college students involved in the
study responded to two administrations of The Reading Maturity Survey. The Cronbach’s
alpha was calculated at 0.975 and 0.978, respectively. Furthermore, the Spearman-Brown
coefficients for split-half reliability were calculated to determine the reliability of the
instrument in measuring reading maturity. The values of the Spearman-Brown
coefficients for split-half reliability were 0.882 and 0.888 (Thomas et al., 2018). Good
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reliability is indicated by a score that is over 0.8. These two statistical analyses confirmed
the internal consistency of the instrument, thus making it a valid and reliable instrument.
Statistical Tests
Prior to the hypothesis testing, a Shapiro-Wilk test was conducted to test the
normality assumption of both the pre-test and the pre-survey. Histogram of the normality
of the MCAS and the Reading Maturity Survey pre-treatment scores are presented in
Chapter 4 in Figure 1 and Figure 3 respectively.
To test hypothesis 1, a comparison of the two post-test MCAS sample means,
treatment and control, was made using an independent samples t test, a type of inferential
statistic (Huck, 2012; Urdan, 2017). This type of statistical analysis compared the mean
scores of the control and treatment groups to see if there was a statistically significant
difference between the two (Urdan, 2017). A second independent samples t test was
conducted on the reading skill subcategories of the post-test MCAS data to determine if
there was a statistically significant difference on any of the subcategory skills.
Similarly, to test hypothesis 2, an independent samples t test was run on the postReading Maturity Survey scores of the control and treatment groups. The independent
samples t test was selected to compare the means of the groups to see if there was a
statistically significant difference between the two (Urdan, 2017). Again, a second
independent samples t test was conducted on the Reading Maturity Survey subcategories
to determine if there was a statistically significant difference on any of the subcategories
of reading maturity.
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Data Analysis
MCAS
The MCAS pre-test had an added set of six questions asking each student to select
their gender identity, racial identity, age, aliteracy self-perception (i.e., Do you like to
read books not assigned for school?), number of years taking high school honors-level
English, and number of years attending school in the district. This questionnaire can be
found in Appendix B. Descriptive statistics were used to calculate frequencies, means,
and standard deviations of these responses. Frequencies were calculated for gender
identity, racial identity, and aliteracy self-perception (i.e., Do you like to read books not
assigned for school?). Means and standard deviations were calculated for age, the number
of years taking high school honors-level English, and the number of years attending
school in the district.
The MCAS pre- and post-tests were measured on a continuous scale of 36. There
was a roughly normal distribution of sample scores on the MCAS pre-test. The
distribution of sample scores on the MCAS pre-test are presented in a histogram in
Figure 1.
The data collected from the MCAS pre-test was analyzed in two cycles. During
the first cycle, the tests were scored using the answer key provided by the Massachusetts
Department of Elementary and Secondary Education. The scores were used to calculate
the means, ranges, variances, and standard deviations of the treatment and control groups.
The second cycle categorized the multiple-choice answers into the four defined
reading and language Common Core State Standards as indicated by the Massachusetts
Department of Elementary and Secondary Education (2020): (1) key ideas and details, (2)
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craft and structure, (3) integration of knowledge and ideas, (4) vocabulary acquisition and
use. This organization by pre-determined category narrowed down the specific reading
skills that were impacted by the treatment and allowed for longitudinal comparisons
within and between the control and treatment groups.
The mean test scores, ranges, variances, and standard deviations were also
calculated for the MCAS post-test. The answers were again sorted into each of the four
Common Core State Standards categories mentioned above.
Mean level comparisons between the MCAS results from the pre-test and posttest administration were looked at for both groups. A comparison of the two post-test
sample means, treatment and control, was made using an independent samples t test
(Huck, 2012; Urdan, 2017). This type of statistical analysis compared the mean scores of
the control and treatment groups to see if the group means were significantly different
from one another (Urdan, 2017). A statistically significant difference indicated by
α = < 0.05 would imply that the inclusion of guest speakers had an impact on students’
reading skills.
Another independent samples t test was conducted separating the MCAS results
into the pre-defined categories of reading skills: (1) key ideas and details, (2) craft and
structure, (3) integration of knowledge and ideas, (4) vocabulary acquisition and use.
The Reading Maturity Survey
Data was also collected using Thomas’ Reading Maturity Survey (2001). The
survey measured students’ reading habits and dispositions (Thomas, 2001).
The data collected from the pre-treatment and post-treatment administrations of
the survey were calculated using the Reading Maturity Survey’s accompanying tabulation
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sheet. A copy of the tabulation sheet can be found with the Reading Maturity Survey in
Appendix C.
The statistical analysis of the Reading Maturity Survey mirrored the analysis of
the MCAS pre-test and post-test detailed in the previous section. The mean score, range,
variance, and standard deviation were calculated. The pre- and post-surveys were
measured on a continuous scale of 5. There was a roughly normal distribution of scores
on the pre-treatment administration of the Reading Maturity Survey. The distribution of
sample scores on the pre-treatment Reading Maturity Survey are presented in a histogram
in Chapter 4 in Figure 3.
Answers were classified into each of the six reading maturity categories: (1)
interest in reading, (2) purposes for reading, (3) the recognition and reconstruction of
meaning, (4) reaction to and use of ideas to apprehend higher-order literacy, (5) kinds of
materials read, and (6) personal adjustment to reading/transformational reading.
Mean level comparisons between the results from the pre-treatment and posttreatment administration of the survey were looked at for both groups. A comparison of
the two post-treatment survey sample means was made using an independent samples t
test (Huck, 2012; Urdan, 2017). ). This type of statistical analysis compared the mean
scores of the control and treatment groups to see if there was a statistically significant
difference between the two groups (Urdan, 2017). A statistically significant difference of
α = < 0.05 would imply that the inclusion of guest speakers had an impact on students’
reading maturity.
A second independent samples t test was conducted on the Reading Maturity
Survey subcategories to determine if there was a statistically significant difference on any

30

of the subcategories of reading maturity. Those subcategories are (1) interest in reading,
(2) purposes for reading, (3) the recognition and reconstruction of meaning, (4) reaction
to and use of ideas to apprehend higher-order literacy, (5) kinds of materials read, and (6)
personal adjustment to reading/transformational reading
Population and Sample
The present study investigated how social interactions within the reading culture
of my senior honors classroom impacted the students’ reading skills and reading
maturity. The population consisted of twelfth-grade students who attend a New England
high school. The high school has a total of 982 students in grades nine through twelve. As
an English teacher at this school, I teach 71 English honors-level seniors. A purposive
sampling was used to recruit a group of 43 (N = 43) participants from the 71. The sample
was constructed from students who met the following criteria: in the twelfth grade,
enrolled in one of my twelfth grade English classes, signed informed consent, and signed
informed parent/guardian consent. To protect the anonymity of each participant, students
were given a randomly assigned identification number.
Procedures
Community Guest Speaker Selection and Preparation
In the 2020-2021 school year, my senior students indicated on a Google Form the
community members that they would like to have speak to their classes. They
anonymously answered three questions:
1. Do you know an interesting adult (age 19+) who might be willing to
come speak to our class?
2. If yes, what is/are their name(s)?

31

3. Which [school] staff members would you like to come speak to our
class?
The answers to question 3 were tallied, and the six staff members who received the most
student requests were asked to participate in books talks. Understandably, in the 20202021 school year, the COVID-19 global pandemic led to continuous changes to the
structure of the school schedule and the physical locations of students and staff. This
uncertainty prevented the seniors in the class of 2021 from participating in the study. The
study was moved to the 2021-2022 school year to maximize in-person time with the
school community guest speakers. The guest speakers selected by the class of 2021 were
invited to fulfill the role of the More Knowledgeable Other in the fall of the 2021-2022
school year. These six community members included four teachers (physical education,
English, history, and math), the school resource officer, and the district K-12 wellness
coordinator, who is also the assistant athletic director. Each guest speaker was contacted
via email, given a summary of the study, and all six agreed to attend my English class to
share book talks and have conversations with my students. According to Merle and Craig
(2017), the format of guest speaker events can determine students’ level of engagement
and interest. For this reason, each community guest speaker was given a book talk format
handout which they used as a guide for their presentation to students. This handout can be
found in Appendix D.
Additionally, the study used some of the organizational methods from Metrejean
et al.’s 2002 guest speaker study. Metrejean et al. (2002) recommended the following
event organization procedures that I adopted in the present study:
Before the event:
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•

Secure all speakers prior to the commencement of the semester.

•

Have students generate conversational questions based on the speaker’s
biographical information.

During the event:
•

Introduce the speaker by sharing their biography.

After the event:
•

Ask students to sign a thank you card for the speaker.

•

Reflect on the event and keep a file of best practices.

Sample Selection
Early in the 2021-2022 school year, I gave my twelfth-grade students an overview
of the present study. All students were given two consent forms — one for themselves
and one for their parents/guardians to sign. The sample consisted of students who
returned both consent forms with the appropriate signatures. Forty-three students returned
both consent forms — 18 students in the treatment class and 25 in control classes.
Pre-treatment MCAS and Reading Maturity Survey Administration
The suburban New England high school where the study took place operates on a
six-period rotating drop schedule. All students are enrolled in seven classes each term,
and as the schedule rotates, one period drops each day in a “waterfall” model, allowing
students to attend six of their seven scheduled classes at a different time each day. Five of
the periods meet for 52 minutes and one period a day, which is identified as the long
block period, meets for 104 minutes. A 23-minute lunch occurs during the long block
period breaking it up into two unequal portions, the first being 27 minutes and the
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second, after lunch, being 54 minutes. A copy of the daily rotation schedule can be found
in Appendix E.
Participating students spent three consecutive class periods taking the preassessments. Students spent two consecutive class periods taking the multiple-choice
sections of the 2017 Grade 10 ELA Legacy MCAS. This test was amended to only
include the multiple-choice portions of the test; it eliminated the open response and long
composition portions of the exam, which focus less on reading and more on synthesis and
writing. The pre-treatment MCAS test administration established students’ baseline
reading skills with specific focuses on students’ abilities to identify key ideas and details,
consider craft and structure, integrate knowledge and ideas, and acquire and use
vocabulary (Massachusetts Department of Elementary and Secondary Education, 2020).
Tests were scored using the answer key provided on the Massachusetts Department of
Elementary and Secondary Education’s website.
Students had half of one class period, approximately 26-minutes, to take Thomas’
Reading Maturity Survey to establish a baseline of their reading maturity.
Treatment
After students took the pre-treatment test and survey, the treatment began. Each
guest speaker spent the post-lunch portion of a long block class period, approximately 54
minutes, sharing a book talk about a favorite book title. Students listened to the book talk
and then had an opportunity to engage in conversation with the guest. Students asked predetermined questions that they created in an earlier class as direct interactions with guest
speakers have proven to be more engaging (Merle & Craig, 2017). Each time the class
had a guest speaker, students were chosen at random to ask the pre-determined questions.
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Over the course of the treatment, each student in the class had three opportunities to ask
one of the pre-determined questions.
Post-treatment MCAS and Reading Maturity Survey Administration
After the treatment, participants spent three class periods taking the postassessments. Students spent two consecutive class periods taking the multiple-choice
sections of the 2017 Grade 10 ELA Legacy MCAS. Again, tests were scored using the
answer key provided by the Massachusetts Department of Elementary and Secondary
Education.
Participants spent half of another class period taking the Reading Maturity Survey
a final time.
The data from the 43 students in the initial sample was cleaned. The treatment
group was cleaned to eliminate students who did not attend all six guest speaker events
and/or missed the pre-and post-treatment assessment and survey administrations. This
decreased the treatment group to 12 students. Data from the control group was cleaned to
eliminate students who missed the pre-and post-treatment assessment and survey
administrations. Of the control group, 15 students were present for the pre-and postassessment and survey administrations. The cleaning process decreased the sample group
to 27 students (n=27).
Threats to Validity
There were several threats to validity in the study. The first was both an
extraneous and confounding variable (Michael). Each guest speaker was a member of the
school community, and with the array of students and speakers, some pre-established
relationships existed (e.g. a student currently had a speaker as a teacher). This potentially
impacted students’ desire to take or reject a book suggestion from a specific speaker. It
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could also have influenced students’ levels of engagement with the speaker. The preexisting relationship could compete with the independent variable (guest speakers) on the
impact that it has on students’ reading interest. These pre-existing relationships could
also affect the dependent variable (reading maturity). Thomas’ Reading Maturity Survey
categorizes elements of reading maturity into six categories, and pre-existing
relationships could impact three of them — interest in reading, purposes for reading, and
the kinds of materials read.
Additionally, confounding situational factors such as my teaching style, students’
prior English teachers, and family reading habits could have had an impact on the
dependent variables, thus impacting the generalizability of the study.
As the participant-researcher, there were safeguards in place to prevent bias.
There was the potential for bias in collecting data from my own students. Students could
have skewed their Reading Maturity Survey answers to align with the answer that they
believe I would prefer. To uphold the authenticity of the study, prior to the pre-test and
pre-treatment survey, I had a discussion with both the treatment group and the control
group regarding the use of the MCAS test and the Reading Maturity Survey. The
discussion explained the general process of data collection in the social sciences. I
emphasized that students should take their time using both instruments and that they
should answer honestly. I informed them that each student would be given a random
number for the purpose of anonymity. I also reiterated that answers in no way impacted
their grades or my perception of the students.
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CHAPTER 4: RESULTS
The purpose of this quasi-experimental study was to examine the impact of
language interactions with guest speakers on twelfth-grade honors-level students’ reading
skills and reading maturity. Through the use of a Nonequivalent Control Group Design,
this study addressed two research questions:
1. Will language interactions with guest speakers have a statistically
significant impact on students’ reading skills?
2. Will language interactions with guest speakers have a statistically
significant impact on students’ reading maturity?
This chapter first presents the descriptive demographic statistics of the sample.
The chapter then addresses each of the research questions through an examination of
hypothesis testing that follows the methodology that was explained in Chapter 3.
Descriptive Demographic Statistics
Descriptive statistics describe the characteristics of the sample (Urdan, 2017).
This section details the demographic information of both the control and treatment
groups.
There were 27 twelfth-grade participants in the study. The mean age of the sample
students was 17.3 years old, with the oldest student being 19 and the youngest students
17. The mean number of years that students have taken honors-level English was 3.59
(SD = 0.84). The mean number of years participants have attended school in the district is
10.51 years (SD = 3.36).
Twelve students were in the treatment group, and 15 were in the control group.
The treatment group had language interactions with six guest speakers over eight weeks.
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Of the twelve students in the treatment group, three identify as male, and nine identify as
female. In the control group, 10 identify as male, and five identify as female. Thirteen
students in the sample self-identified as aliterate (i.e. Do you like to read books not
assigned for school?), five in the treatment group, and eight in the control group. The
racial identities of the participants are presented in Table 1.
Table 1
Racial Identity of Participants
Group

Caucasian

Latino or
Hispanic
0

Asian

9

African
American
2

Treatment
Control

9

0

1

5

Total

18

2

1

6

1

Hypothesis Testing
Two hypotheses were proposed, one for each of the two research questions.
RQ1. Will language interactions with guest speakers have a statistically
significant impact on students’ reading skills?
H01.

There will not be a statistically significant impact on the reading skills of
students who have language interactions with guest speakers.

H1 .

There will be a statistically significant impact on the reading skills of
students who have language interactions with guest speakers.

First, a Shapiro-Wilk test was conduct on the pre-test MCAS scores to check for
the assumption of normality. The Shapiro-Wilk test showed that there was not a
statistically significant difference between the two groups on the pre-test (p = 0.15).
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Statistical significance is indicated at the p-value of <0.05. The histogram in Figure 1
shows the acceptably normal distribution of sample scores on the MCAS pre-test.
Figure 1
Distribution of Sample Scores on the MCAS Pre-test

After testing for normality I calculated the means of the control and treatment
groups. Simply comparing the means of the two groups, the treatment group’s mean test
scores increased from the pre-test administration of the MCAS to the post-test
administration of the MCAS. All MCAS scores were out of a possible 36 points. The
treatment group’s mean pre-test score was 30.67 (SD = 2.61), and the mean post-test
score was 31.42 (SD = 3.99). Conversely, the control group’s mean post-test score of
27.73 (SD = 6.76) declined from the mean pre-test score of 29.07 (SD = 4.04). The
standard deviations of the control group’s scores were higher, indicating a larger variance
among the scores when compared to the standard deviation of the treatment group. The
minimum scores of both groups dropped from the pre-test to the post-test, while the
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maximum scores increased for both groups. Since the change in pre-test and post-test
mean scores could have indicated a statistically significant difference between the two
groups, an independent samples t test was conducted in SPSS to investigate if that
difference was statistically significant.
Although there was a noted difference in means, the independent samples t test
determined that the difference was not statistically significant between groups on the
post-test. Significance is indicated at the p-value of < 0.05. There was not a statistically
significant difference on the post-test scores between the control (M = 27.73, SD = 6.76)
and the treatment (M = 31.42, SD = 3.99); t(25) = 1.667, p = 0.108) as demonstrated by
an independent samples t test. This lack of significance indicates that in terms of reading
skills, both groups started and ended the study in similar places. Since the study failed to
reject the null hypothesis, it can be determined that the sample did not provide enough
evidence to determine that an effect existed, thus not accepting the alternative hypothesis.
See Table 2.
Table 2
Independent Samples Test MCAS Post-Test

t

df

Significance
2-tailed

Mean
Difference

1.667

25

0.108

3.68
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Standard
Error
Difference
2.21

95%
Confidence
Interval of the
Difference
Lower Upper
-0.87

8.23

Another independent samples t test was run to determine if there were any
statistically significant differences between the post-test scores of the two groups on the
four subgroups that are assessed on the MCAS test. As mentioned in Chapter 3, the
Department of Elementary and Secondary Education breaks the multiple-choice test
questions into four reading subgroups based on the concept being tested: (1) key ideas
and details, (2) craft and structure, (3) integration of knowledge and ideas, (4) vocabulary
acquisition and use. When comparing post-test data in these four subgroups, there was a
statistically significant difference between the control and treatment groups on the posttest for craft and structure.
The distribution data on the post-test subgroup of craft and structure is negatively
skewed. This indicates that students earned higher scores in greater frequency on the
post-test craft and structure subgroup than on the pre-test of that same reading skill
category. Figure 2 presents a histogram of post-test craft and structure scores.
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Figure 2
Distribution of Sample Scores on the Post-Test Subcategory Craft & Structure

Half of the questions on the assessment (18 of 36) tested students on their
understanding of craft and structure. Questions in this subgroup address topics such as
author’s purpose, mood, diction, syntax, writing structure, and literary devices (e.g.
simile, symbol, repetition). There was a statistically significant difference between the
control (M = 14.2, SD = 3.10) and the treatment (M = 16.5, SD = 1.62); t(25) = 2.32, p =
0.029) on the post-test craft and structure scores as demonstrated by an independent
samples t test. Significance is indicated at the p-value of < 0.05. See Table 3. The
significance of 0.029 is the probability of failing to reject the null hypothesis. This low
value indicates that at the conclusion of the study the students in the treatment group who
had language interactions with guest speakers were able to achieve higher reading scores
in the reading subgroup of craft and structure.
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Table 3
Independent Samples Test Subgroups of MCAS Post-Test
MCAS
Subgroup
t

df

Significance
2-tailed

Mean
Difference

Key Ideas
& Details

0.769

25

0.449

Craft &
Structure

2.323

25

0.029

2.300

Integration 0.061
of
Knowledge
& Ideas

25

0.952

Vocabulary 1.263
Acquisition
& Use

25

0.800

0.218

Standard
Error
Difference
1.40

95% Confidence
Interval of the
Difference
Lower Upper
-1.34

2.94

0.99

0.26

4.34

0.017

0.95

-0.55

0.58

0.300

0.24

-0.19

0.79

RQ2. Will language interactions with community guest speakers have a
statistically significant impact on students’ reading maturity?
H02. There will not be a statistically significant impact on the reading maturity
of students who have language interactions with guest speakers.
H2 .

There will be a statistically significant impact on the reading maturity of
students who have language interactions with guest speakers.
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First, a Shapiro-Wilk test was conduct on the pre-Reading Maturity Survey scores
to check for the assumption of normality. The Shapiro-Wilk test showed that there was
not a statistically significant difference between the two groups on the pre-survey (p =
0.015). Statistical significance is indicated at the p-value of <0.05. The histogram in
Figure 3 shows the acceptably normal distribution of sample scores on the pre-treatment
Reading Maturity Survey.
Figure 3
Distribution of Sample Scores on the Pre-treatment Reading Maturity Survey

The treatment and the control groups both had an increase in mean scores on the
Reading Maturity Survey. The RMS is scored out of 5 points. The treatment group went
from a mean score of 3.55 (SD = 0.67) on the pre-treatment survey to a mean score of
3.68 (SD = 0.64) on the post-treatment survey. The control group went from a mean score
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of 2.95 (SD = 0.93) on the pre-survey to a mean score of 3.05 (SD = 0.86) on the postsurvey.
While there was not a statistically significant difference in the pre-survey scores,
indicating that both groups started in the same place, there was a statistically significant
difference between the control (M = 3.05, SD = 0.86) and the treatment (M = 3.68, SD =
0.64); t(25) = 2.32, p = 0.045) on the post-Reading Maturity Survey as indicated by the
results of an independent samples t test. A significance value of p = <0.05 indicates there
is a statistically significant difference between groups. See Table 4. This indicates that
the interaction with guest speakers had an impact on students’ Reading Maturity Survey
scores.
Table 4
Independent Samples Test Post-Reading Maturity Survey

t

df

Significance
2-tailed

Mean
Difference

2.11

25

0.045

0.63

Standard
Error
Difference
0.298

95%
Confidence
Interval of the
Difference
Lower Upper
0.015

1.246

Another independent samples t test was conducted to compare the means of the
six subcategories of the Reading Maturity Survey: (1) interest in reading, (2) purposes for
reading, (3) the recognition and reconstruction of meaning, (4) reaction to and use of
ideas to apprehend (higher-order literacy), (5) kinds of materials read, and (6) personal
adjustment to reading/transformational reading. On the post-survey there was a
statistically significant difference between the control (M = 36.93, SD = 0.95) and
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treatment (M = 3.95, SD = 0.61); t(25) = 2.527; p = 0.018) groups in the subgroup
Reaction to and Use of Ideas to Apprehend (Higher-Order Literacy). A significance value
of <0.05 indicates there is a statistically significant difference between groups. The
significance of 0.018 is the probability of failing to reject the null hypothesis. This low
value indicates that at the conclusion of the study the students in the treatment group who
had language interactions with guest speakers were able to achieve higher reading
maturity scores in the subgroup of Higher-Order Literacy. See Table 5.
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Table 5
Independent Samples Test Subgroups of Post-Reading Maturity Survey
Reading
Maturity
Survey
Subgroups

95% Confidence
Interval of the
Difference
t

Interest in
Reading

Significance
2-tailed

df

1.499

25

Purposes for 2.054
Reading

25

Recognition 0.805
&
Reconstruct.
of Meaning

25

0.146

Mean
Difference
5.780

Standard
Error
Difference
3.86

Lower
-2.16

Upper
13.73

0.051

6.767

3.29

-0.02

13.55

0.429

2.567

3.19

-4.00

9.14

14.01

Higherorder
Literacy

2.527

25

0.018

7.717

3.05

1.43

Kinds of
Materials
Read

1.904

25

0.068

7.517

3.95

-0.61

15.65

Transformat
-ional
Reading

1.789

25

0.086

6.950

-1.05

14.95

3.88

These results support the importance of adding guest speakers into senior English
classes to bolster students’ reading skills and reading maturity development. Chapter 5
details how the current study fits into the existing body of literature and extends those
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earlier findings. It also recommends potential avenues for future exploration of aliteracy
in secondary schools.
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CHAPTER 5: SUMMARY, DISCUSSION, AND RECOMMENDATIONS
Aliteracy is widespread in American secondary schools as students’ rates of
leisure reading decline with age (Hirsch, 2003; National Endowment for the Arts, 2007;
Tyre and Springen, 2007). This problem is particularly significant in the senior year of
high school, the pinnacle year of public education when students are preparing to cross
the threshold into adult life and citizenship. I have taught senior-level English for 12 of
my 19 years as an educator and have recognized the pervasive phenomena of aliteracy
and reading immaturity in the two vastly different school systems where I have been
employed. Secondary schools must do more to focus on aliteracy and reading immaturity
by building a school culture that emphasizes joyful, transformational reading. The
purpose of this research was to determine if one facet of that type of a school reading
culture — language interactions with a More Knowledgeable Other who spoke about
their experiences with books — could impact the reading skills and reading maturity of
senior honors-level students.
This chapter begins with a summary of the two key findings of this study. It then
moves into the relationship of the study to prior research and the study’s limitations.
Finally, the chapter concludes with future research recommendations.
Summary of the Research
The purpose of this study was to determine if language interactions with guest
speakers had an impact on senior honors-level students’ reading skills and reading
maturity. The literature review presented in Chapter 2 focused on Vygotsky’s SDT,
reading maturity, reading interest, the social implications of aliteracy, and guest speakers.
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This study filled a gap in the literature regarding strategies to curb aliteracy in secondary
schools by supporting students in developing their reading maturity.
Utilizing a quasi-experimental, Nonequivalent Control Group Design, 27 high
school seniors in two groups — control and treatment — were twice given a test to
measure their reading skills and a survey to measure their reading maturity. The test was
an amended version of the 2017 Grade 10 ELA Legacy MCAS that contained only the
reading passages and multiple-choice questions; the open response questions were
omitted. The survey was The Reading Maturity Survey (Thomas, 2001).
Both groups took a pre-test and pre-survey to establish baseline reading skills and
reading maturity. The students in the treatment group had language interactions with six
guest speakers in the form of book talk presentations and casual conversations. After the
eight weeks of guest speaker visitations, the control and treatment groups were given a
post-test and post-survey to determine if the treatment had any impact on students’
reading skills and reading maturity.
There was not a statistically significant difference in reading skills, as shown
through an independent samples t test of the MCAS test scores. However, when an
independent samples t test was run on each of the four reading skill subgroups - (1) key
ideas and details, (2) craft and structure, (3) integration of knowledge and ideas, (4)
vocabulary acquisition and use - there was a statistically significant difference on
questions that pertained to craft and structure.
There was a statistically significant difference in the scores on the Reading
Maturity Survey as determined by an independent samples t test. When the subgroups of
reading maturity — (1) interest in reading, (2) purposes for reading, (3) the recognition
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and reconstruction of meaning, (4) reaction to and use of ideas to apprehend (higherorder literacy), (5) kinds of materials read, and (6) personal adjustment to
reading/transformational reading — were further examined through another independent
samples t test there was a statistically significant difference in the subgroup Reaction to
and Use of Ideas to Apprehend (Higher-Order Literacy).
Implications of Findings
Reading Skills
When designing this study, I hypothesized that there would be a statistically
significant difference in students’ reading skills and reading maturity. There was not a
significant change in students’ reading skills which was slightly curious to me as I
hypothesized that students’ reading skills would improve just by virtue of being back to
in-person learning after a full year of remote and hybrid learning.
Put plainly, the skills that were measured on the post-test were not explicitly
taught by the guest speakers. The guest speakers were not asked to directly address any
particular skills that the pre-and post-tests measured. While speakers may have briefly
touched on topics covered by the test’s subgroups, there was no direct instruction of
reading skills as not all of the speakers were teachers, and of those who were teachers,
only one was qualified to provide direct instruction on reading.
I believe that the statistically significant difference in craft and structure scores
could be attributed to inadvertent instruction during the guest speakers’ book talks. Craft
and structure, as defined by the Massachusetts Department of Elementary and Secondary
Education (2018), encompasses the abilities to:
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•

Interpret words and phrases as they are used in a text, including determining
technical, connotative, and figurative meanings, and analyze how specific word
choices shape meaning or tone.

•

Analyze the structure of texts, including how specific sentences, paragraphs, and
larger portions of a text relate to each other and the whole.

•

Assess how point of view or purpose shapes the content and style of a text.

Each of the six guest speakers talked about works of non-fiction (The Great Influenza by
John Barry, Outliers by Malcolm Gladwell, The Alter-Ego Effect by Todd Herman,
Uncomfortable Conversations with a Black Man by Emmanuel Acho, The Disappearing
Spoon by Sam Kean, and A Lifetime of Observations On and Off the Court by John
Wooden). As outlined in the book talk guideline handout (see Appendix D), each speaker
showed the book, summarized the book, shared a passage, and made a personal
connection to the text. Each guest speaker talked about the nuanced writing of the authors
in conjunction with the formatting of the text and its style. Speakers touched on narrative
style, text-to-life connections, mood and tone, audiobook structure, and text formatting.
Since language is a powerful tool that impacts students’ perceptions of their world, the
guest speaker events may have supported treatment participants’ spontaneous concept
formation in relation to recognizing and understanding the craft and structure of a text
(Kozulin, 1985). Tasks modeled by an MKO often become internalized and automatic
(Thompson, 2013). Treatment students’ increased scores on craft and structure questions
on the post-test may have been a result of the internalization of skills to better understand
and evaluate craft and structure. This is an assumptive interpretation of this finding which
warrants further investigation.
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Reading Maturity
The positive impact that social interactions with guest speakers had on treatment
participants’ reading maturity was significant. Seventy-five percent of the participants in
the treatment group had an increase in their RMS score in comparison to only 53% of
participants in the control group. The guest speakers provided a human component to
reading by candidly discussing their own reading lives. Half of the guest speakers
addressed their distaste for and struggles with reading in their high school years. They
discussed their evolution as readers. One joked that “Recreational reading [was] like
putting needles in [his] eyes” because he did not understand the importance of books and
did not see reading modeled in his childhood home. Another speaker shared that he did
not read a book cover to cover until he was 20 years old. He remarked that his twenties
were a period of self-discovery where he began reading books about coaching and
leadership. Two of the guest speakers discussed issues related to current events (COVID19 and policing in the United States). Four of the guest speakers also referred to the
importance of reading in their young children’s lives. The guest speakers also talked
about random topics like their time living in other countries, habit formation, podcasts,
video games, financial investments, and role models. They introduced interesting
concepts and topics to students through their book talks (e.g., scientific discoveries,
sociological studies, alter-egos, implicit bias, historical laws governing interracial
relationships, munitions testing, the pursuit of success).
Treatment students’ mean scores increased on five of the six subcategories of
reading maturity as defined by Matt Thomas. The general increase in scores supports the
power of role modeling for children. Students’ reading interest increased as supported by
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the scores on the Reading Maturity survey, but also as indicated by their reading
behaviors.
Demos and Foshay’s (2010) assertion that schools can influence students’ reading
interest through modeling enthusiasm for reading and using non-traditional text formats
seemed to be at work in the treatment class. Guest speakers were enthusiastic about their
books (one even prepared a PowerPoint presentation for the class!), and this enthusiasm
had an impact on students. Furthermore, since the treatment, I have seen students reading
books that were recommended by the guest speakers. A self-identified aliterate student
recently told me about her newfound interest in audiobooks which was sparked by one of
the guest speakers who self-identified as a non-reader. This particular speaker noted that
while he struggles to read books, he regularly listens to audiobooks and podcasts. The
development of student-speaker connections such as these bolstered students’ interest in
reading, thus having a positive impact on their reading maturity. The most effective
school reading culture is one where all community stakeholders are involved in
supporting students in developing their reading identities, and the students in the
treatment group have now established connections with these six school community
members.
Relationship to Prior Research
The findings of this study support prior studies that used Vygotsky’s Social
Development Theory as a framework. Whereas Thompson (2013) found that a student’s
writing abilities became internalized after a series of interactions with an MKO, the
present study showed that students in the treatment group internalized some of the
behaviors modeled for them by the guest speakers.

54

Treatment participants’ interest in reading increased through their language
interactions with guest speakers as measured by the Reading Maturity Survey,
particularly in the subgroup reaction to and use of ideas to apprehend (higher-order
literacy). Higher-order literacy encompasses reading skills like making connections,
constructing new ideas, drawing personal conclusions, questioning, and seeking
supporting textual evidence (Thomas, 2011). This study’s findings bolster Hemphill and
Hemphill’s 2007 conclusions which showed that higher-order thinking occurred in online
threaded discussions with guest speakers. Additionally, the present study also increased
student involvement in our English class by making students responsible for facilitating
the conversations that they engaged in with guest speakers.
Whereas Gani et al.’s (2017) case study showed that students at the National
Open University of Nigeria did not use all of their available MKOs, the current study
exposed students to other adults in our school community who supported them in the
development of their reading maturity. Though students would not have sought out these
role models on their own, the exposure to these six MKO’s provided students with
additional reading role models to relate to and learn from.
Students’ interest in reading must be piqued to have any sort of impact on their
reading skills and reading maturity. Where Squires’ study showed a correlation between
reading maturity and reading comprehension, the present study did not show any impact
on students’ reading skills which supports that it would be beneficial to further study the
correlation between reading maturity and reading skills.
In keeping in line with Ilogho and Michael-Onuoha’s study, there is not a onesize-fits-all solution to increasing students’ interest in reading. Educators must
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intentionally build a classroom reading culture. In addition to guest speakers, my students
also have independent reading time during class each day where they read or listen to
audiobooks that they have chosen. They also create and recite book talks for one another,
incorporate technology into their reading practice by listening to audiobooks, and visit
the school library.
If schools are to encourage the eradication of aliteracy and cultural illiteracy, they
must rethink their reading cultures and curricula. Adults must be cognizant of their
impact on students in all areas of students’ growth and development. Relationship
building matters. Students who form authentic relationships with the adults in a school
environment will attain higher levels of achievement than those students who do not
establish relationships with the adults in the building (Rimm-Kaufman & Sandilos,
2010).
Limitations of the Study
Several factors presented limitations to the study. Timing may have had an impact
on study participants. Students completed the pre-assessments in mid-October. These
assessments were followed shortly thereafter by two days of the school district’s
benchmark testing. Post-assessments were originally scheduled to be completed before
the December holiday break. Unfortunately, I tested positive for COVID-19 in early
December and had to quarantine for ten days. This pushed back the speaking dates of the
final two guest speakers and the post-assessments. Students completed the postassessments in late December and early January. By the time the final post-assessment
was administered in early January, many students had already fallen into the dreaded
depths of senioritis which is notably marked by an increased level of apathy. This general
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apathy is not only reflected in their post-test scores but also their midyear district
benchmark scores. Apathy and test fatigue may have exacerbated existing aliteracy for
some study participants. If the study had been conducted earlier in the school year, there
may have been different results.
The six community members interacting with students identify as male. The
results might have been different if there were also female-identifying community
members included in the study. The gender homogeneity of the speakers is a limitation of
this study and will be adjusted for future guest speaker engagements.
Finally, the population and sample studied were quite small. The continued
presence of the COVID-19 pandemic resulted in many student absences. Since the data
was cleaned to eliminate those who did not participate in each part of the study, the
sample size was only 27. This small number reduces the power of the study and increases
the potential of type 1 and type 2 errors. A study with low power means that the ability to
detect differences between groups is low. A type 1 error is a false positive which rejects
the null hypothesis. Conversely, a type II error fails to accept the alternative hypothesis
when it is actually true. Repeating this study at my school with students in other classes
and grades would increase the sample size thus also increasing the power of the study.
Recommendations for Future Research
The current study has created a foundation for future studies that can more deeply
investigate secondary students’ reading habits and the reading culture at the study school.
When analyzing the data, I came across several interesting discoveries that I would like
to explore in the future.
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First, since the conclusion of the study I have seen several students reading texts
that were introduced or discussed by the guest speakers. It could be interesting to track
books that have gotten traction with the student readers.
A second future research recommendation pertains to gender identity and
aliteracy. While 13 students self-identified as aliterate, only four of those students
identify as female. After the treatment, I informally surveyed the treatment students using
a Google Form. One of the questions that I asked was, “What are your thoughts on all six
guest speakers identifying as male?” One student wrote, “In my experience, I’ve noticed
most people that enjoy reading are female, so it was interesting to get a male take on
books…I think it was especially important for the students who identify as male in our
class to see other men showing interest and enjoying books, despite the stigma that
reading is not a ‘manly’ thing to do.” I would like to delve further into exploring the
concept that reading is a gendered activity. I wonder when a distaste for reading occurs in
male students and the correlation, if any, to age, environment, or gender socialization
practices.
Another potential avenue for future research involves race. The school’s 20212022 enrollment by race/ethnicity, which is available on the Massachusetts Department
of Elementary and Secondary Education website, indicates the following racial makeup
of the student body at the school where the study was conducted: 65.6% white, 13.1%
African American, 11.4% Asian, 5.8% Hispanic. In comparison, the racial identities of
the sample were 66.7% white, 7.4% African American, 22.2% Asian, 3.7% Hispanic. A
comparison of the disparity is represented in Table 6. The sample of senior honors-level
students does not reflect the racial composition of the school’s student population. This
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cannot be attributed to a sampling error as all of the African American students who are
in my honors-level senior English classes were participants in the study. The simple fact
is that honors classes at my school are disproportionately filled with white and Asian
students. It needs to be investigated why there are such low percentages of African
American and Hispanic students enrolled in upper-level English classes.
Table 6
Racial Identity Demographics of Entire School and Sample
Racial Identity

School

Sample

White

65.6%

66.7%

African American

13.1%

7.4%

Hispanic

5.8%

3.7%

Asian

11.4%

22.2%

One of the most glaring discoveries came when analyzing individual participants’
scores on the MCAS and RMS. The wide range of scores on both instruments revealed a
lack of homogeneity in reading skills and reading maturity in the honors level senior
classes. MCAS scores of the sample ranged from a low of 13 to a maximum high of 36.
Participants’ reading maturity scores ranged from a low of 1.48 to a high of 4.72. I chose
groups (treatment and control) based on the number of eligible study participants. I would
like to replicate the study but create groups based on the MCAS and RMS scores. The
treatment could then be given to those most in need of reading skill development and
reading maturity growth.
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Furthermore, the disparity of reading skill and reading maturity levels at the
honors level must be addressed in terms of leveling students at this particular school.
Students at the school where the study was conducted receive a teacher recommendation
for one of three levels of English — College Preparatory, Honors, Advanced Placement.
Families may override a teacher’s recommendation by completing the appropriate
paperwork with the guidance department. Anecdotally, there has been an influx of
families who override teacher recommendations and move students into the honors level.
Overrides can become problematic when the student cannot keep up with the class pace
or when they lack prerequisite skills to be successful at the honors level. A decade ago,
the school had four levels of English — College Preparatory 2, College Preparatory 1,
Honors, and Advanced Placement. After a 2012 accreditation visit from the New England
Association of Schools and Colleges (NEASC), the College Preparatory 2 level was
eliminated. For many students, this elimination of the College Preparatory 2 level has
created a stigma attached to taking classes at the College Preparatory level. The influx of
students to the honors level who are not as interested in reading is a disservice to those
students and to the ones who have a higher level of reading maturity. The aphorism “A
rising tide lifts all ships” is often untrue. Sometimes that rising tide sinks students who
are unequipped to swim.
Perhaps the school should rely on teacher recommendations, MCAS scores, and
RMS scores to group students based on their levels of reading skills and reading maturity.
This could be a better way to make sure that all students are learning in an environment
where both their reading skills and reading maturity are specifically targeted. Students
need to read in an environment where aliteracy begins to dissipate as they fall back in

60

love with reading at their own pace with appropriately challenging material. This will
also help teachers to hone in on supporting students as they improve their reading skills
before they are sent into the world to make democratic decisions. Regardless, the great
range of reading skills and maturity needs further examination.
Finally, since the findings in my study contradicted those in Scot Squires’
dissertation, I would like to explore the correlation between reading maturity and reading
skills again with a larger sample.
Conclusion
Reading maturity is a literacy construct that needs further investigation. While
literacy research is plentiful, few studies in the field focus on life-long reading and the
societal implications of the increasing number of individuals who are aliterate and lack
reading maturity (Thomas, 2013; Mikulecky, 1978). Secondary schools are often working
to increase student reading skills and reading interests. A vast array of strategies have
been studied, but often the reading culture of secondary schools is overlooked. This study
was a small investigation into the intricacies of aliteracy and reading maturity.
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APPENDIX A: IRB APPROVAL FROM ST. JOHN’S UNIVERSITY
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APPENDIX B: DEMOGRAPHIC QUESTIONNAIRE
1. What gender do you identify as?
A. Male
B. Female
C. Other, please specify________________________
2. What is your age?
A. 16
B. 17
C. 18
D. 19
E. Other, please specify__________
3. Please specify your ethnicity.
A. Caucasian
B. African-American
C. Latino or Hispanic
D. Asian
E. Native American
F. Native Hawaiian or Pacific Islander
G. Two or More
H. Other/Unknown, please specify_____________________
4. Do you like to read books not assigned for school?
A. Yes
B. No
5. How many years have you taken high school honors level English?
A. One
B. Two
C. Three
D. Four
6. Including this year, how many years have you attended the Canton Public Schools?
A. I’ve attended the Canton Public Schools since kindergarten
B. 12 years
C. 11 years
D. 10 years
E. 9 years
F. 8 years
G. 7 years
H. 6 years
I. 5 years
J. 4 years
K. 3 years
L. 2 years
M. 1 year
N. Less than one year
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APPENDIX C: READING MATURITY SURVEY & TABULATION SHEET
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APPENDIX D: BOOK TALK HANDOUT GIVEN TO GUEST SPEAKERS

How To Do a Book Talk in 4 Steps
1. Show the book:
Hold up the actual book so the audience can see the cover and the number of pages. If
you are unable to get a copy of the book please project a picture of the book cover on the
front screen or speak to me - I have hundreds of books in my classroom library so I may
have your title.

2. Know the Book:
Briefly and generally summarize the plot but DO NOT SPOIL THE BOOK! Discuss the
theme, central conflict, characters, and any other pertinent details in your summary. You
might want to connect the book to other books. For example: “If you like Broken: In the
Best Possible Way by Jenny Lawson you will like this book, Calypso by David Sedaris
because both authors are humorists who write about their own life experiences.”

3. Share a Passage:
It helps the audience to hear a bit of the text to see if the narrator appeals to
them. Choose a passage that is compelling, draws the reader in, or is high action. Read it
slowly and clearly.

4. Make it Personal:
Share something in particular that you enjoyed in this book or something that stood out
about it. Maybe this is the first book you ever really loved. Maybe you usually don’t like
reading, but got into this book. Maybe the book helped you through a hard time, made
you laugh, or was recommended by a friend. SHARE, SHARE, SHARE! You never
know what will inspire someone to give your book a read.
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APPENDIX E: DAILY ROTATION SCHEDULE
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